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CHAPTER I
EXPERIENCE, LEARNING, AND COGNITION
Introduction.--If he is to live a reasonably well-adjusted life,
the individual must acquire many of the behavior patterns and char¬
acteristics that are appropriate and acceptable for his sex, family,
social class, ethnic and religious groups. The process of acquiring
these characteristics, called socialization, begins very early in the
child's life and is determined by the nature of his interaction with others.
Socialization is an area which has been of concern to behaviorial
scientists for many years. As a result of many incidents which have
occurred in recent years, it has often been regarded as a severe
problem area because of the positive and negative factors which may
be associated with conditioning and/or behavior modification. The
trend in recent years has been to socialize children to adjust to
varying situations rather than specifically defined roles as a resixlt of
the rate and complexity of change within our society and the world
situation.
Prior to adulthood the influence of socialization pervades every
area of hviman experience, whether the behavior patterns are internalized
2
or not. It determines much of how the child will understand his world,
how he will react to it and what goals, motives, attitudes, habits, and
preferences he will acquire.^
The task of socialization in modernized societies is usually per¬
formed by the family, the peer group, and the school. Presumably,
as a result of the efforts of these groups and institutions and the
support of others, the child will be sufficiently prepared to live and
participate in society. The above mentioned groups are usually
referred to as reference groups. A reference group consists of those
persons considered as either a part of the group or necessary to the
maintenance of the group. It is the reference group which determines
the nature of primary socialization.
The child's original social matrix (reference group) of family,
social class, ethnic background, and in recent years, teachers, not
only provides him with initial orientations, but carries also an
implicit social stereotype of attributable characteristics. Within
this setting, the child develops characteristic ways of interpreting
and responding to others.
_
Elton B. McNeil, Human Socialization (Belmont, California;
Brooks-Cole Publishing Company, 1969), p- 2.
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John A. Clausen, Socialization and Society (Boston: Little,
Brown, and Company, 1968), p. 9.
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In the present educational system there is a substantial group
of students who do not make normal progress in their school learning.
Predominantly, these are the students whose early experiences in
the home, whose motivation for present school learning and whose
goals for the future are such as to handicap them in schoolwork.
This group will be referred to as culturally disadvantaged or
culturally deprived because the roots of their problem may in large
part be traced to their early socialization experiences which have
not transmitted the cultural patterns necessary for the types of
learning characteristic of the schools and the larger society.
The disadvantaged child fares poorly because he is pre¬
disposed to do so. He does not have the important middle-class
orientation to formal education. He generally lacks those factors
which enable and facilitate learning in school and he brings with
him other factors with which the teacher is unprepared and often unwilling
to cope.
Non-middle-class orientation refers to low motivation,
deficient experience, lack of intellectual and academic skills,
impulsive and poorly controlled behavior, motoric rather than
conceptual styles of expression, negative attitudes, and other
characteristics which combine and interact at the various stages
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of his educational experience to seriously impede academic
achievement. His non-exposure to those experiences which would
equip him with the needed cognitive and academic skills leads to
frequent failures in school and which further dampen his sparce
motivation to learn, strengthen his negative attitudes regarding
the usefulness of school, and enhance the development of a
negative self-image.
Although it is difficult to single out one factor which hampers
academic success for the disadvantaged child, the one which would
seem to have the most progressively retarding effect is his lack of
cognitive and intellectual skills. Formal education is built on a
foundation of perceptual, conceptual, and verbal experiences to
which the disadvantaged child has had limited exposure.
The main focus of this paper is an examination of early
socialization experiences on the establishment of patterns of cognitive
behavior in culturally disadvantaged children. This writer is
concerned with the ways in which the child's response to the various
stimuli in his social matrix is revealed in his cognitive behavior
and academic achievement.
Review of Related Literature. -- With no known exceptions,
studies of three to five year-old children from lower socio-economic
backgrounds have shown them to be retarded or below average in
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every intellectual ability. The degree of retardation is not always
large, and sometimes falls short of statistical significance, but
differences between lower-class and middle-class children invariably
favor the latter group. ^
On general intelligence tests, disadvantaged children typically
score five to fifteen IQ points below average. ^ Although intelligence
test scores are most commonly looked at as some kind of index of
brightness, it is more useful to consider them as a very general
sort of indicator of how much a child has learned that is relevant to
success in school, compared to other children of his own age.
Disadvantaged children of preschool age are typically at least
a year behind in language development - in vocabvilary size, sentence
length, and use of grammatical structure. In every aspect of
language development that has been evaluated quantitatively, young
disadvantaged children have been fo-und to function at the level
1
Robert D. Hess, "Controlling Cultural Influence in Mental
Testing," Journal of Educational Research XLIX(1959), pp. 53-58.
(Perhaps the most convincing evidence comes from consistent
failure of efforts to develop "cvilture fair" tests on which children
from lower-class backgrounds wovild not obtain lower scores than
the middle-class children.)
2
Carl Berieter and Siegfried Englemann, Teaching Disadvantaged
Children in the Preschool (Englewood Cliffs: Prentice-Hall, 1966), p. 4.
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of average children who are a year or more younger.
The other area in which disadvantaged children seem to be
especially retarded is reasoning ability or logical development.
Here too, the amount of retardation is typically a year or more.
Verbal and reasoning abilities have been found to be the major
2
factors in academic achievement throughout the school years.
Thus, from the point of view of success in school, disadvantaged children
are retarded most in the areas that count most.
It is also instructive to note the kinds of performance in
which disadvantaged children show little or no retardation. These
are, princiaplly, immediate memory span, and ability to master
3
specific rote-learning tasks. Performance on these items does
not rely on previously learned concepts or strategies the way




G. S. Lesser, G. Fifer, and H. D. Clark, Mental Abilities
of Children in Different Social and Cultural Groups, Final Report,
Cooperative Research Project Number 1635 (Harvard University,
1964), p. 10.
3
I. J. Semler and I. Iscoe, "Comparative and Developmental
Study of Learning Abilities of Negro and White Children Under
Four Conditions," Journal of Educational Psychology, LIV (1963),
pp. 38-44.
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performance of this kind comes closer to demonstrating raw ability
to learn. It would appear from this that what disadvantaged children
lack is learning, not the fundamental ability to learn.
Research reveals that certain aspects of the child's environ¬
ment are most significant in affecting the level of measured
intelligence of the child as well as his school learning. These
include provisions for general learning, models and help in
language development, and parental concern for achievement and
learning on the part of the child. For the most part, it is the
adults in the home who serve to stimulate the child's intellectual
development.
Kohlberg stated that a child's cognitive modes are not carbon
copies of advilts', thus they are not learned as such from adults, nor
from innate patterning. The structural growth in cognitive modes depends
1
on experience.
Deutsch attempts to delineate some aspects of these experiences
that influence the development of intellectual functions in children.
Family cohesion was one strong manifestor of cognitive performance.
_
Lawrence Kohlberg, "Early Education: A Cognitive-Developmental
View," Child Development, XXXIX (October, 1968), pp. 1013-1062.
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This did not necessarily mean a home where a father was present.
It did mean a family functioning as a group which gave maximum
recognition to the needs of the individual while still meeting the
group needs. ^
Opportunities for direct and enjoyable contact with parental
figures are listed by Bloom. These include opportunities to
solve problems, encouragement to think clearly about a variety
of issues, and encouragement to attack problems differently and
figure on the outcome. Reinforcement of clear and logical
reasoning by adults is also important.
Early cognitive experience in the home was also stressed by
Gordon, who encourages both the mother and child to enjoy
themselves at learning centers. Schaefer's analysis'^ revealed
significant correlations between methods of child care and the
1
Martin Deutsch and D. Brown, "Social Influences in Negro-
White Intelligence Differences, " Journal of Social Issues XX (1964),
pp. 24-33.
2
Benjamin Bloom, Stability and Change in Human Character¬
istics (New York; John H. Wiley and Sons, 1964).
3
Ira J. Gordon, "Stimixlation Via Parent Education," Children
XVI (March-April, 1969), pp. 51-59.
4
Earl S. Schaefer, "A Home Tutoring Program," Children
XVI (March-April, 1969), pp. 59-61.
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child's behavior and mental test scores. Child neglect correlated
highly with maternal uninvolvement, and both child neglect and
maternal hostile data suggest that the quality of early maternal
child care has significant effect upon a child's adjustment, task-
oriented behavior, and mental test scores.
Fineman supports the importance of the mother in the cognitive
development with her descriptions of the correlation between the
child's and the mother's active imaginative life. Children who used
very little imaginative play had mothers possessing little active
imaginative life.^ The real importance of this was the finding that
children who used imaginative play early were able to develop
more adequate mastery and acceptance of reality without recourse
to rigid and regressive mechanisms. Thus, they were able to deal
more effectively with conflict-ridden areas.
The central quality involved in the effects of ctiltural depri¬
vation was a lack of a mother-child communication system,
according to Hess and Shipman.^ They found that the growth of
_
JoAnn Fineman, "Observations on the Development of
Imaginative Play in Early Childhood, " Journal of the American
Academy of Child Psychiatry, I (1962), pp. 167-181.
2
Robert D. Hess and Virginia C. Shipman, "Early Experience
and the Socialization of Cognitive Modes in Children, " Child
Development, XXXVI (December, 1965), pp. 869-886.
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cognitive processes is fostered in family control systems which
offer and permit a wide range of alternatives of thought and action.
Cognitive growth is constricted by systems of control which offer
predetermined solutions and few alternatives for consideration
and choice.
It has been long recognized that cognitive skill development
and achievement are somehow related to personality characteristics.
Linking of the casual sequence has been vague, however until
recent studies of cognitive style have attempted to deal with the
relation of conceptual strategies in problem-solving to personality
correlates. Emotional dependence on parents, aggressiveness,
self-initiation, and competetiveness in the preschool years were
found to be predictive of intellectual growth, from an analysis of
1
the Eels Longitudinal Study Data.
It has been no small task to arrive at a point where one could
speak with assurance of even a general concept as the enhancing of
human cognitive development through an early environment "rich
1
L. W. Sontag, "Mental Growth and Personality: A Longitudinal
Study," Monographs of the Society for Research in Child Development,
XXIII (1958).
11
in experience. " To do so has required marshalling evidence for
the effects of experience upon intellectual growth against the two
long entrenched asstimptions of fixed intelligence and a maturational
hypothesis that prescribes the unfolding of cognitive abilities in a
predetermined relation to anatomic development.
Hunt has dealt incisively with the task. He built his conception
of learning and intelligence as a form of dynamic information
processing dependent upon infantile experience. 1 He further suggests
the possibility that the early years are the most important in
providing the child with the generalized conceptual skills needed
for later learning and of increasing intelligence for children
through environmental manipulation. ^
Types and availability of data. --Data is presented as it relates
to the ctjlturally disadvantaged child, with special reference to the
factors which account for his lack of success in school and his
involvement in the perpetual cycle of economic dependency. There
_
J. McVicker Hunt, Intelligence and Experience (New York:
Ronald Press, 1961).
2
J. McVicker Hunt, "The Psychological Basis for Using Pre-
School Enrichment as an Antidote for Cultural Deprivation, "
Merrill-Palmer Quarterly, (1964), p. 10.
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is an abundance of materials, especially in book and periodical form
which delve into the environmental factors which contribute signifi¬
cantly to the development of patterns of cognitive behavior.
Leading Ideas.--Socio-cultural factors can depress or raise
the level of educational performance. Children from extreme social
groups within the same society are exposed at an early age to
separate and distinct patterns of learning before their formal
education begins. These patterns are progressively reinforced
as the child develops and are internalized and synthesized in




Each infant is born not only into a given group, a system of
roles and positions as well as patterns of behavior, but also into a
society which is a network of such systems. As such, society em¬
bodies a given culture and places significant limitations upon the
experiences, and therefore, the developmental opportunities of that
infant for being humanized. Because the values, attitudes, and
behaviors which the individual learns depend in no small way upon
the social system of the culture in which he is socialized, it is
important to consider both culture and society in greater detail.
Culture may be defined as the accumulated knowledge of a
given society. This knowledge is, of course, of two basic kinds:
(1) Knowing that (to which all knowledge is reducible), and (2) Knowing
how (which is the knowledge upon which behavior rests), and mani¬
fests itself in a variety of forms, both tangible and intangible. ^
Jane Roland on "The Reduction of 'Knowing That' to 'Knowing How'"
_
George H. Hyram, Challenge to Society: The Education of the
Culturally Disadvantaged Child (Brooklyn, New York: Pageant-Poseidon,
Ltd., 1972), p. 46.
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and Gilbert Ryle, The Concept of Mind, appear to take opposing views.
Perhaps their positions are really different emphases upon the possi¬
bility of one s knowing how to perform (skill) in a given way before
one knows in a systematic way the rules underlying such performance.
Some of the more or less tangible forms of culture are the rituals,
language, and practices of a given people. The more intangible
cultural manifestations are usually the values, ideologies, beliefs,
and norms of that society.
The culture of a given society or sub-society determines both
the degree and the direction of the development of the potentialities
of its members. Thus, their development may be seen basically as
the fruition of their capacities and can be positive or negative. If
this development is positive, we tend to speak of the formation as
humanizing. If on the other hand, the development is negative, we
tend to regard it as de-humanizing. Such terminologies do indeed
seem entirely justified, because the individual begins his existence
as a collection of potentialities for a high level of development in
three domains - the cognitive, the conative, and the affective.
A society is usually made up of many sub-groups which may
vary significantly from one another, even though they are held to¬
gether by several bonds which are more or less common to each of
the subgroups. Perhaps one of the most universal characteristics
of hiiman societies is stratification. By stratification is meant the
gradation of members or positions within the group to the extent that
-15-
rather distinct strata or classes or formed. The basis for this
differentiation varies with the society and may be color, wealth,
education, family, or any combination of several characteristics.
No matter what approach to class stratification is used, it
is relatively easy to arrive at three rather large class strata, each
of which can be further broken down into three sub-classes. The
major classifications are: Upper, Middle, and Lower. Since each
of these has three sub-strata, nine sub-classes of American society
can be fairly clearly identified as shown in Table 1.
TABLE 1
SOCIAL STRATA IN AMERICAN SOCIETY*
WHITE BLACK


























^Source: Trafford P. Maher, S. J., ed., Challenge To Society:
The Education of the Culturally Disadvantaged Child (Brooklyn, New
York: Pageant-Poseidon, Ltd., 1972), p. 49.
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It is not \inusual for a given class within a given society to
acquire values, attitudes, and behaviors which collectively block, or
at least seriously impede communication with other classes. This
lack or difficulty in inter-communication only increases the isolation
between this class and others and leads to the development of a series
of sub-cultures or sub-societies within the larger society. It is even
possible that a boomerang effect will result causing an even greater
differentiation of the values, attitudes, and behaviors of the sub¬
society. Eventually the members of the more or less isolated sub¬
group find themselves outside of the mainstream of their larger and
more dominant society in which they now speak almost a different
language and interpret the many events and situations which they
encovinter in life in ways that are significantly different from those of
the mainstream of society. The end result is a socio-cultural disad¬
vantage in which members of the isolated sub-group live in alienation
and incompatability.
We must keep in mind above all that one's sub-culture shapes
his personality in many ways. For one, it provides the perceptual,
conceptual, and valuational foundation for his definitions of situations
and for the strategies he envisions and employs to meet such situations.
To attempt, therefore, to measure or even to infer an individual's
intellectual capacity or potential for adapting to problem situations on
-17-
on the basis of how he behaves in a situation not defined by his culture
is to attempt the impossible. The most significant class differences
seem to exist between the middle and lower classes (general classes).
Among the more significant of these differences are probably those
shown in Tables 2 and 3.
TABLE 2
PERSONALITY DIFFERENCES BETWEEN MIDDLE AND
LOWER SOCIO-CULTURAL STRATA IN AMERICAN SOCIETY*
Characteristic Middle-Class Lower-Class
Incidence of Psychoses Lesser Greater
Incidence of Neuroses Greater Lesser


















Aspirations Higher and more Lower and more
realistic unrealistic
Broad Narrow
^Source: Trafford P. Maher, S. J., ed., Challenge To Society;
The Education of the Culturally Disadvantaged Child (Brooklyn, New





























can go to work.
Joining a church A step necessary for
social acceptance.
An emotional release.
Ideal goal Money, property, to




the attention of the
authorities.
Society The pattern one con¬
forms to in the
interests of security
and being "popular. "
"The Man" - an enemy
to be resisted and
suspected.
Delinquency An evil originating
outside the middle-
class home.
One of life' s inevitable
events, to be ignored
unless the police get
into the act.
The Future A rosy horizon* Nonexistent, so live
each moment fully.
The Street A path for the auto. A meeting place, an











But to the lower-
class is:




A tool for living and
getting on.
Sex An adventure and a






Money A resource to be
cautiously spent and
saved for the future.
Something to be used
now before it disappears.
^Source; Trafford P. Maher, S. J., ed., Challenge to Society;
The Education of the Culturally Disadvantaged Child (Brooklyn. New
York: Pageant-Poseidon, Ltd., 1972), pp. 181-182.
Like all aspects of consciousness such as cognition, values are
learned through socialization in the endeavor on the part of the indi¬
vidual to obtain need-satisfaction or tension-reduction. In this process
of socialization, the identification process appears to be the crucial
means. In identification, an individual perceives another person or
group as a source of personal enhancement. He therefore sees him¬
self as being LIKE that person or group and that in so being, he is
made better, more acceptable, more desirable. Next, he imitates
that person - his actions, his values, his attitudes, his tastes, and
-20-
his patterns of behavior.
Obviously, in the identification process, communication is a
key process. Through communication, information about the various
roles the learner is expected to imitate is given and received. Re¬
ciprocally, the learner, through communication, gives his identifi¬
cation model information relative to the degree to which internali¬
zation, acceptance and imitation have taken place. It is through
communication that rewards and pvmishments and the reactions to
them are made known. In short, communication is regarded as the
basic process unit in identification, which in turn is the fundamental
inter-personal operation in socialization and the subsequent develop¬
ment of patterns of cognitive behavior.
Learning in the preschool years has generally been known by
almost any other name than cognitive learning. Yet, there has been
increasing awareness that cognition is involved in all mental processes
from conditioning, discrimination and perception to intellectual
processes, concept formation, and of course, cognitive functioning
itself. Unfortunately, these processes have often been treated as if
they were isolated unitary categories of functioning.
Cognitive ability refers to the mental processes which make it
possible for human beings to acquire, store, arrange, and rearrange
information. As the child interacts with the environment, old concepts
-21-
are constantly modified and new ones created. Language provides
labels for these concepts and furnishes human beings with a means
for communicating what they know. Therefore, as concepts develop,
the meaning that the child gives to words also changes.
Because someone hands a child an object saying, "Look, here's
a ball, " the child doesn't suddenly know what is and what isn't a ball.
To be sure, he has a word which means what he holds. But there is
more to a ball than its name. An infant, having learned the word ball,
and something about the shape of such an object, may point to the moon,
to an orange, or to a box turtle and say, "ball," but a school child is
expected to know the difference. Before a child can select another
object and be correct in calling it a "ball, " he must have some notion
of what properties balls share (other than roundness) that makes them
unique. He needs to have a concept of ball.
Through internal cognitive activity a child forms concepts not
only of objects he perceives, such as balls, but also abstracts like up,
big, soft, first, good, and self. In short, it is through cognition and
the formation of concepts that children make sense of the world.
Apparently some of what a child learns takes place by means of direct
teaching. He is given labels and taught rules. But much of his
knowledge is developmental, not imitative. He constructs on his own;
that is, he makes his own sense of his experiences, and cannot be
-22-
shown otherwise by intervention. The evolution of children's use of
language is an example of this kind of learning.
The ability to conceptualize begins as a child acts on objects in
his environment and builds knowledge through sensory-motor activities
and the accompanying modification of cognitive structures. What is
learned at one stage is held to be the basis for learning at each succes¬
sive stage. The age limits are not fixed, and the rate of movement,
as well as the scope of development, varies according to individual
children. The sequence of stages however, tends to be consistent.
In the development of intellectual functioning children usually go through
the various stages in a relatively fixed order, regardless of socio¬
economic or cultural differences. Socio-economic or cultural
influences may speed up, slow down, or stop development, but they
apparently do not greatly change its sequence.
Piaget, Bruner and others assume four major stages in cognitive
development; the sensori-motor, the preconceptual, the stage of
concrete operations, and the stage of formal operations.
In the sensori-motor, which covers approximately the first two
years of life, the infant interacts with the physical world through
reflexes and perceptual-motor activities to slowly become aware of
the physical world in ways that make more complete comprehension
possible later. This is followed by the pre-operational stage (two to
23
seven years) during which the child is perceptually oriented. He makes
sense of the world in terms of the way it looks to him. He usually
centers on only one variable or dimension (height only rather than
height and width) at a time, and he has difficulty realizing that an
object can possess more than one property. In the stage of concrete
operations (seven to eleven years), the child can use more logical
structures and classifications and view things from a perspective
1
outside himself. In the stage of formal operations, he reaches the
capacity for symbolic abstractions.
Human knowledge is structured from three principal sources:
(1) interaction with the physical world, physical knowledge; (2) inter¬
action with others, social knowledge; and (3) making sense out of
experience, logical knowledge.
Although the relationships among these sources are not entirely
clear, apparently physical and logical knowledge underlie much of
what is usually called cognitive development.
The ability to form concepts is developmental; that is, it depends
on physical and mental maturation and experience. The ability to
work at the level of concrete operations and experiences, therefore,
is not automatically assured simply because a child has reached a
certain chronological age and is in school. In order to succeed in
school tasks he must have achieved a certain stage of cognitive
capability before entering school.
24
To develop cognitive ability young children need multiple kinds
of experiences and the chance to repeat these over and over. Such
activities should not be hurried and it is important to make certain
that the simpler levels are neither overlooked nor skipped.
The child's growth and development happens when he is engaged
in actions with other people that bind the child and the others in
mutually fulfilling ways. Such actions entail the child's self-regulation,
his initiative in dealing with the others, and a reciprocity of self¬
regulation and initiative on the part of the others. Such actions take
place for the child under conditions of playfulness and pleasure. The
mutual construction of actions that bind adult and the child in real,
concrete, and satisfying forms, rather than training imposed upon
the child to implant the proper ways of living is the caretaking process
most associated with productive growth. Disadvantaged children are
turned off by failure to create such actions. Mutuality and pleasure
may be difficult to establish if the child's construction is outside the
normal range or if the caretakers are burdened by worries and cares
of their own. Such actions come about only when stimulations and
challenges in the environment are within the range of capacities of
the child and of the adult.
With normal growth and development, the child is increasingly
open to and interested in novelty in his world. He explores further
25
and further; creates more complex enco\inters; develops cognitive
and language capacities which enable him to discover and regulate
himself more intricately and to handle the world in new and unique
ways.
For the disadvantaged child, there is an absence of a mutual
construction of action, stimulation, and cognitive meaning in his
environment, which has resulted in a unique approach to the learning
process.
Riessman argues that the concept of "cognitive style" or "style
of learning" has not been understood or properly considered in the
planning of strategies for teaching the disadvantaged child. He
maintains that patterns exist which are particvilarly characteristic
of the disadvantaged learner and that these "modes" are idiosyncratic
style elements in the learning process. ^
One index of style relates to whether you learn things
most easily through reading or through hearing, or
whether you learn through doing things physically;
whether you learn things slowly or quickly; whether
you learn things in a one track way or whether you
are very flexible in your learning. ^
The examples just cited are not to be seen as separate from one
another. There can be a combination such as visual-physical learner
1
Frank Riessman, "The Strategy of Style," in A. Harry Passow,
ed. , Education of the Disadvantaged (New York: Holt, Rinehart &




who learns in a slow, one track fashion. As a matter of fact, this
last pattern is more characteristic of the disadvantaged child. He
learns more slowly, he learns through the physical (that is, by doing
things, by touching things), he learns visually, and he functions in
a rather one track way; he doesn't shift easily, and is not highly
flexible in his learning.
Little careful analysis is given to how the child's learning might
improve simply by concentrating on the way that he works and learns,
rather than on his emotional reasons for not learning. This thesis
runs contrary to much of a popular belief that today if a child doesn't
learn (and has the intellectual ability), it must be due to some emotional
block or conflict. The suggestion that is being supported here is that
a child might not be learning because his methods of learning are not
suited to the style of the present educational system and that his
style has been mobilized toward learning the wrong things, that his
affective state, which has been molded by an environment deficient
in many of the kinds of experiences necessary to foster cognitive
skills, causes him not to be able to internalize those modes of
cognitive processes which facilitate school achievement. The key
factor is that the socialization experiences provide the child with
his "cognitive style."
CHAPTER ni
THE INTERNALIZATION OF MODES OF
COGNITIVE BEHAVIOR
The child entering school brings prior learning absorbed from
his family, his peers, and other significant factors of influence,
including motor and verbal skills, the cognitive process and abilities
that hinder or facilitate successful school achievement. Concerning
the process of cognitive development as applied to the socially
deprived, Deutsch makes the following observations:
It is reasonable.. .that whatever the individual's genetic
potentials are, cognitive development occurs largely in
response to a variable range of stimulation.. . Character¬
istic of the culturally deprived environment, however,
is a restricted range and a less adequate and systematic
ordering of stimulation sequences. The effect of this
restricted environment includes poor perceptual
discrimination skills, inability to use adults as sources
of information correction and reality testing, and as
instruments of satisfying curiosity; an impoverished
language system and a paucity of information concepts
and relational propositions. . .His abstract vocabulary
is deficient and his language related knowledge such
as number concepts, self-identity information and
understanding of the physical and geographical
environment is extremely limited. ^
1
Martin Deutsch, "The Disadvantaged Child in the Learning
Process," in A. Harry Passow, ed. , Education in Depressed Areas
(New York: Bureau of Publications, Teachers College, Columbia
University, 1963), pp. 163-179.
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The development of cognitive abilities is facilited through a
series of stimulus and response patterns. The child's response to
the various stimuli of his social matrix is revealed in his cognitive
behavior and academic achievement.
The culturally disadvantaged child is deprived of a substantial
variety of stimuli which he is maturationally capable of responding
to. This deprivation has effects on both the formal and contentual
aspects of cognition. By "formal" is meant the operation - the
behavior which stimuli are perceived and responded to. By "contentual"
is meant the actual content of the child's knowledge and comprehension.
"Formal equipment" would include perceptual discrimination skills,
the ability to sustain attention and the ability to use adults as sources
of information and for satisfying curiosity. Also included would be
the establishment of expectations of rewards from accumulated
knowledge, from task completion and from adult reinforcement,
and the ability to delay gratification. Examples of "contentual
equipment" would be the language - symbolic system, environmental
information, general and environmental orientation and concepts of
comparability and relativity appropriate to the child's age level. The
growth of a differentiated attitudinal set toward learning is probably




An examination of the research findings of Davis, Hess,
Shipman, and Bernstein, provides more insight into the formal and
contentual aspects of cognition and shows how distinct patterns of
learning are established before a child begins his formal education.
These patterns are progressively reinforced as the child develops.
Through their works, this researcher will make an inquiry into
the process by which the growing child internalizes and synthesizes
the various influences to which he has been exposed. The exami¬
nation is in the context of the child's social matrix of community,
and family, with special attention being devoted to social class
influences, motivational patterns, language structures, control
systems and maternal teaching styles. These components of the
child's social matrix and environment comprise the basic influences
to which he is exposed and are of fundamental importance in
determining the course of his approach to the learning process.
Before entering into an examination of the framework in which
the culturally deprived or disadvantaged child acquires his "style"
of learning, let us again, very briefly, review the characteristics
of the disadvantaged child's approach to learning.
Riessman has suggested that the way in which the disadvantaged
child learns is inefficient because his approach to learning has the
following characteristics: (1) it is slow, (2) it is physical and non-
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verbal, and (3) it is problem-centered and oriented toward the concrete.^
A study of what other researchers have had to say on the approach
of the disadvantaged child to the learning process has led me to conclude
that the following characteristics are most outstanding and constitute
the learning style of the disadvantaged:
1. Inability to delay immediate gratification
2. Tendency to respond more to visual and physical stimuli
3. Inability to sustain attention
4. Preference for one problem at a time
5. Orientation toward those things which are within the
present and are of practical utility
6. Tendency to place great value on physical prowess
rather than intellectual achievement, which is
often seen as effeminate and useless in their
socio-cultural environment
7. Intellectual advancement beyond their parents which
makes it useless to go to their parents for information
and leads to the development of an attitude that the
adults who coiint are not reliable sources of information
8. Inadequate language development which impedes their
orientation toward verbal activities
9. Under-developed listening ability which impedes and
results in poor language development.
The attainment of these characteristics is the focal point in




Davis concerns himself with the process by which the disadvan¬
taged child acquires his social drives and goals and the impending
motivational system. ^
Cultural anthropologists teach us that the primary function of
all h\aman cultures is to teach the members of the group to regard
certain experiences as pleasant and others as painful. That is to
say, nearly all rewards and punishments, so-called, vary with
regard to their particular form, intensity and effect, from culture
to culture. What Davis does is to examine (1) what experiences seem
to the disadvantaged or poor to be most attainable, pleasant and free
from anxiety and (2' what experiences seem most unpleasant, or
seem most dangerous to the physical survival or social acceptance of
the lower-class individual.
According to Davis, lower-class people look upon life as a
recurrent series of depressions and peaks with regard to gratification
of their basic needs. In their lives it is all or nothing, and the socially
defined dangers of their lives originate in the threat of disapproval,
ridicule, or rejection by the family, playgroup, gang, church, club,
etc.
A child is what his culture teaches him to be, and whereas the
middle-class child learns a socially adaptive fear of receiving poor
-
Allison Davis, Social Class Influences Upon Learning (Cambridge
Harvard University Press, 1961).
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grades in school, of being aggressive toward the teacher, of fighting,
of cursing, and of having early sex relations, the sl\im or lower-class
child learns to fear quite different social acts. His gang teaches him
to fear being taken in by the teacher, of being a softie with her. To
study homework seriously is literally a disgrace. Instead of boasting
of good grades in school one conceals them, if he ever receives any.^
The aggressive behavior of adolescents is a crucial case in
point in the formation of modes of cognitive behavior. According to
Davis, in the middle-classes, aggression is clothed in the conventional
forms of initiative, or ambition, or even of progressiveness, but in
the lower-classes it more often appears unabashed as physical
attack. In general, middle-class aggression is taught in the form
of social and economic skills which will enable them to compete
effectively at that level. The lower-classes not uncommonly teach
their children to strike out with fists and by cursing. The important
consideration with regard to physical aggression in lower-class
children is, therefore, that it is learned as an approved and socially
rewarded form of behavior in their culture. ^
The significance of Davis' findings in the process by which modes






standing of how children from, different social levels develop the
attitudes which pervade as mediators between the child and his
environment. Basic learning can and does appear at any cultural
level. The direction is determined largely by the nature of the
physical environment and the rewards and punishments it offers to
the individual.
Davis's work is also significant because it says to us that the
disadvantaged learn a motivational system that is different from that
which is learned by the rest of society. These motivational patterns
affect the child's coping mechanisms for internalizing success or
psychologically surviving failure in the formal learning situation.
Hess and Shipman have done extensive research on the process
by which disadvantaged children acquire their patterns of cognitive
behavior. They argue that the deprivation of the culturally disadvan¬
taged is a "deprivation of meaning" - a cognitive environment in which
behavior is controlled by stated rules rather than by attention to the
individual characteristic of a specific situation and one in which
behavior is not mediated by verbal cues or by teaching that relates
events to one another and the present to the future. This environment
produces a child who relates to authority rather than rationale, who
although often compliant, is not effective in his behavior, and for whom
the consequences of an act are largely considered in terms of
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immediate punishment or reward rather than future effects and long-
range goals. ^
The thrust of their research and theory is toward conceptualizing
social class as a discrete array of experiences and patterns of
experiences that can be examined in relation to the effects they have
upon the emerging cognitive equipment of the young child.
In the structure of the social system and in the structure of the
family, there are cognitive patterns of responsive behavior and ways
of interpreting stimuli from the external world that children learn in
interaction with their families. For disadvantaged children, these
patterns are not adaptive or functional for academic learning and
may prevent the child from taking advantage of cognitive experiences.
It is difficult to single out one factor in the home environment
which most hampers academic success for the disadvantaged child.
The one which would seem to have the most progressively retarding
effect is his lack of cognitive skills. Formal education is built on a
foundation of perceptual, conceptual, and verbal experiences to
which the disadvantaged child has limited exposure before his formal
schooling begins. In his usually crowded environment, he is not
exposed to the forms of verbal commtinication which facilitate a
conceptualization style to which public school education is geared.
-
Hess and Shipman, op. cit., p. 870.
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Bernstein has dealt incisively with the role of language structures
in the family context. He viewed the language structures of the family
as most important in determining what and how the child learns and
identified two forms of communication codes or styles of verbal
behavior - public or restricted and formal or elaborated.
The disadvantaged child is verbally oriented to restricted
language rather than to the formal language of the middle-class.
Restricted codes are stereotyped, limited, and condensed, lacking
in specificity and the exactness needed for precise conceptualization
and differentiation. Sentences are short, simple and often unfinished.
It is a language of implicit meaning, easily understood and commonly
shared. The basic quality of this mode is to limit the range and
detail of concept formation involved. ^
Elaborated codes, however, are those in which communication
is individualized and the message is specific to a particular situation,
topic, or person. It is more particular, more differentiated and
more precise. It permits expression of a wider and more complex




Basil Bernstein, "Social Class and Linguistic Development: A
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Middle-class children become accustomed to elaborate codes
of communication before entering school. The reinforcement in the
homes and the acceptance in the school serve as incentives for their
continued use. Lower-class children, on the other hand, tend to
utilize restricted codes that are different from those accepted by the
teacher and this leads to discouragement and a negative attitude toward
school and what it has to offer. The end result is that both the child
and the teacher have difficulty in communicating with each other.
Often they use different speech patterns and symbols to relate to the
same objects. These differences accentuate the learning problems
of the children.
The effects of early experience with these codes are not only
upon the commtinication modes and cognitive structure - they also
establish potential patterns of relations with the external world. One
of the outstanding features of Bernstein's works is his view of
language social behavior. And as such, language is used by
participants of a social network to elaborate and express social and
other interpersonal relations, and in turn, is shaped and determined
by these actions and relations




and family influence in socializing and shaping cognitive modes in
children is the control system practiced in the social interaction of
the family. One is oriented toward persons, the other is oriented
toward control by status appeal or ascribed role norms. Families
differ in the degree to which they utilize each of these types of
regulatory appeal. In status (position) oriented families, behavior
tends to be regulated in terms of role expectations. There is little
opportunity for the xinique characteristics of the child to influence
the decision-making process or the interaction between parent and
child. In these families, the internal or personal states of the
children are not influential as a basis for decision. Norms of
behavior are stressed with imperatives or other statements which
rely on the status of the participants or a behavior norm for
justification. ^
In the person-oriented family, the unique characteristics of
the child modify status demands and are taken into account in inter¬
action. Behavior is modified in terms of feelings, preferences,
personal and unique reaction, and the decisions are individualized
and less frequently related to status or role ascription. This
philosophy not only permits, but demands an elaborated linguistic
_




code and a wide range of linguistic and behavorial alternatives in
interpersonal relations. The status regtilated family is oriented
toward and governed by less individuated commands, messages, and
responses and relies heavily on a restricted code. The verbal
exchange is inherent in the structure; it regulates it and is regulated
by it.
What this implies in the development of the child is that the
person-oriented family allows the child to achieve behavior rules
by presenting them in a specific context for the child and by empha¬
sizing consequences of alternative actions. The implications for
children growing up in a deprived environment are different.
In the deprived family context this means that the nature
of the control system which relates parent to child
restricts the number and kind of alternatives for action
and thought that are open to the child; such constriction
precludes a tendency for the child to reflect, to consider
and choose among alternatives for speech and action.
It develops modes for dealing with stim\ili and with
problems which are impulsive rather than reflective,
which deal with the immediate rather than the future,
and which are disconnected rather than sequential. ^
The influence of the mother's interaction with the child plays
a major role in the cognitive development or cognitive skill level of




nation, conceptual ability, and adeptness in problem-solving operations.
A prevailing view is that many of the differences in mental
ability and cognitive style can be best understood in terms of the
transmission of information processing strategies from parents to
their children. The patterns of orientation and response patterns
which emerge in the interaction between mother and child is a key
variable in the environment of the preschool child which facilitates or
interferes with subsequent cognitive growth. The mother is "the"
socializing agent in the areas of behavior usually associated with
success in school and the development of modes of cognitive behavior.
The affective, regulatory, and disciplinary aspects of mother-child
interaction are traditional topics for research and theory. My
argument is that the inadequacy in the cognitive features of early
mother-child exchanges foster later alienation of the child from
the educative processes and basic sectors and institutions of society.
Maternal teaching styles refer to the ability of the mother to
organize and give meaning to the information that reaches her child
or to help him make sense of new information in terms of knowledge
he already possesses. It includes the mother's tendency to be specific,
to orient the child to the task at hand, and to present material and
ideas in sequences that give the child some experience in following
a chain of ideas and in working toward clear goals set for him.
40
Difficulty arises when the mother is not able to transmit to the
child the kinds of things prerequisite to success even at a very early
age. If the young child experiences success in mental tasks in the
home so that there is positive reinforcement, some reward for learning,




The purpose of this commentary has been an analysis of the
conditions under which children develop values and attitudes toward
learning and the process by which children assimilate and learn
complex cognitive operations. The more significant theoretical
and research problem, however, has been to specify the contingencies
between the environment and the developing cognitive styles and
operations of the child. This commentary gives support to the
theory that environmental and developmental factors interact and
influence intellectual maturation through their influence on the
development of the child's perceptual abilities and his language.
The main theme has been that the child is simultaneously
autonomous and socially related. The child is not only an actor;
he is a person. One aspect of being a person is to have separateness,
uniqueness, individuality, and more generally speaking, autonomy.
It has become increasingly recognized and incorporated into scientific
thought that the child is autonomous in one form or another from the
day he is born. A second aspect of being a person is to ever and
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always be socially related. Persons exist by their relations with
other humans.
The focus of this paper has been on the relationship between
cognitive development and the life experiences of the child as he
relates to his social and physical environment. It has been stated
that cognitive development is a function of the interaction between
the genetically inherited characteristics of the child and his life
experiences. Life experiences are influenced by the social and
physical environment, including where the child lives, with whom
he associates, and what attitudes and beliefs are shared by the
adults with whom he has the most contact. The social environment
is highly influenced by the social class or race of which the child is
a member. Although it cannot be stated that all people within a
certain social class practice certain habits, the concept of social
class appears to have some utility to the research examined in
connoting various styles of life. Cognitive development is highly
influenced by the child's interaction with his social and physical
environment.
The use of language as it relates to styles of cognitive operations
is of prime importance in the intellectual maturation of the child. It
is the basis of all hypothetical thinking. An individual who does not
have mental representations or words to manipulate in his mind is
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limited to actual or motor manipulation, and thus, cut off from
abstract thought. As with cognitive development, the child's social
environment most effective in the development of his language appears
to be the daily face-to-fact relatedness with his immediate family and
the interaction with his larger socio-economic and racial environment.
Language was treated as a somewhat separate entity in this discussion
because in the process of the socialization of cognitive modes, it
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